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ABSTRACT
Campbell, Joshua Charles. MSc. The University of Memphis. May 2013. High
school student attitudes toward physical education: The comparison of a United States
and New Zealand school. Major Professor: Dr. Carol Irwin
Negative health indices, specifically obesity, are not confined to the United States
(US). In New Zealand (NZ) many young persons are affected (Center for Disease
Control, 2010; NZ Ministry of Health, 2012). Physical education (PE) seeks to address
obesity and other health issues (Pate, O’Neil, & McIver, 2011). By researching student
attitudes toward PE, the efficacy of learning outcomes for students can be improved
(Cothran & Ennis, 1999). This mixed methods study involved 125 students from one high
school in the US and one in NZ. Results showed that the curricula of each school were
greatly varied, while student attitudes were positive toward each programming. Students
cared about PE in both countries, largely because of how assessment was tied to the
subject. However qualitative data showed that attitudes varied between populations for
diverse reasons. Further research in the area of student attitudes toward PE, especially
concerning assessment, is recommended.
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I. Introduction
We live in the era of the obesity epidemic. This problem is particularly important
in the mid-south region, where eight of the United States (US) top 10 ranking states for
childhood obesity levels exist (Centers for Disease Control and Prevention [CDC], 2010).
Obesity rates have increased markedly over the last three decades and affect minority
populations disproportionately (Wang, Beydoun, Liang, Callero & Kumanyika, 2008).
This current generation may in have a shorter life expectancy than their parents if such
trends continue (Olshansky et al., 2005). Meanwhile in New Zealand (NZ), one in five
children are overweight, with Pacific boys and girls 2.5 times more likely to be obese
than their White counterparts and Māori boys and girls are 1.5 times more likely to be
obese than their white counterparts (New Zealand Ministry of Health [NZMH], 2012).
Physical education (PE) has been targeted as one of the primary vehicles for
educating young persons and promoting healthy behaviors (Lear & Palmer, 2008; Pate
et al., 2010). Previous research has shown positive correlation between physical activity
levels and overall health (Sallis, Prochaska & Taylor, 2000). High rates of obesity are
experienced in United States urban schools (Ogden et al., 2006) and in NZ low decile
schools (NZ Ministry of Education [NZME], 2012). Both urban schools and low decile
schools cater to students from low socioeconomic circumstances. In the US, PE has
been described as a marginalized subject (Dyson, Wright, Amis, Ferry & Vardaman,
2011; Locke & Siedentop, 1997). Furthermore, the research by Le Masurier and Corbin
(2006) has shown quality PE programs to help students maintain “present and future
physical activity participation” (p.44). Finally, the National Association for Sport and
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Physical Education (NASPE, 2001) and the USDHHS (2008) have reported that daily
PE is linked to more positive attitudes toward school and academic grades.
Cothran and Ennis (1999) stated that a “lack of information about students’
perspectives greatly reduces physical educators’ ability to design intervention and reform
efforts to increase student engagement” (p. 236). With the understanding that quality PE
has the ability to influence students’ health, attitudes toward school and their grades, this
study proposed to look into how student attitudes toward PE look in two different
settings. High school students with low socioeconomic status were chosen as the target
sample. By researching the attitudes of students who are approaching the end of their
high school careers and comparing these attitudes, indications of the state of the subject
in a mid-south optional urban school in the US and a low decile school from NZ were
examined. This information gathered lead to insights of not only the state of each
schools’ PE program from a student perspective, but more importantly how these student
attitudes can lead to potential interventions that can improve outcomes in PE for students.
Because both urban and low decile schools contain students who have low
socioeconomic status, students from these types of schools are more likely to experience
higher rates of obesity (New Zealand Ministry of Health [NZMH], 2012; Ogden et al.,
2006). As a result the target samples have greater stakes in any recommendations this
study offers. The students’ attitudes toward PE were examined based on survey and focus
group interview data, and recommendations were made to improve student outcomes and
efficacy in each school’s PE program.
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Research Questions
1. What are the differences between United States and New Zealand high schools’
students’ attitudes toward PE?
2. What do the voices of these particular students have to say about their own
experiences in PE?
Conceptual Framework and Operational Definitions
This study employed a grounded theory framework to guide the enquiry process.
The definition of student attitudes are important for how the information gathered was
used to make recommendations for future practice of PE in each school by trying to alter
student attitude toward PE.
Grounded Theory. Essentially, grounded theory methods consist of systematic
inductive guidelines for collecting and analyzing data to build middle range theoretical
frameworks that explain the collected data” (Charmaz, 2003, p. 509). In simpler terms,
grounded theory is a methodology that allows researchers to use gathered data to build
their own conclusions to explain the data. In this study, grounded theory guided the
analysis of data collected and lead to the formation of areas of interest in the student
perspective or what this study called themes. Based on these themes, recommendations
for future practice were made. Further, it allows detailed an analysis and seeks to explain
why things happen in the field. This structure provided by this particular methodology
supports researchers in their endeavors to develop an original theoretical analysis
(Charmaz, 2003).
Classic grounded theory (Glaser 1978; Glaser & Strauss, 1967) revolutionized
research because it challenged the divisions that previously existed between theory and

3"

research, linking the two together in their methodology. Furthermore the authors asserted
that qualitative methods were not the inferior to quantitative methods, by assuming a
relativist approach- acknowledging the realities of both the researcher and the research
participants. Though still a largely qualitative methodology, it can also be used
quantitatively. Charmaz (2003) illustrates this in saying “Must grounded theory be
objectivist and positivist? No. Grounded theory offers a set of flexible strategies, not rigid
prescriptions” (p. 513).
The goal of grounded theory is to create new mid-level theoretical frameworks. I
in this study, themes are developed to explain the data collected from the two target
schools. Connelly and Clandinin (1990) describe the process of using grounded theory as
a method as an ongoing process where publication is seldom the immediate goal. Rather,
revisiting findings and expanding on findings and refining theory make for an evolving
process.
The inductive process used in this study reflects only one perspective; that of the
student, and further study is required to increase the trustworthiness of any theories that
develop from the data of this isolated study. The researcher has selected this methodology
with the intention to create such theories out of the data collected and not from any other
source (Crotty, 1998). The theoretical perspective that the researcher chooses to adopt
falls upon him or her. In this instance, attitude theory has been selected. Because
grounded theory can be conducted from both a constructionist and objectivist
epistemological stance, almost any theoretical perspective can be employed. It is
important for the researcher to state this perspective, acknowledging any bias or
preconceived notions that they may bring with them into the research process.
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When examining the process of grounded theory, it is important to acknowledge
that “Grounded theory methods specify analytic strategies, not data collection methods”
(Charmaz, 2003, p. 514). The methods employed by the researcher are used at their
discretion to suit the purpose of their research. Qualitative researchers should gather
“extensive amounts of rich data with thick description” (Geertz, 1973). Step one in the
grounded theory process involves coding data into categories as it is collected. The
researcher engages in deductive reasoning as inquiry proceeds. Coding helps the
researcher to gain new perspective on the data and may lead the researcher in different
directions. Coding can be done in a variety of different ways. The most common initial
tool is ‘line by line’ coding. Coding leads to the second step (which proceeds at the same
time as coding) of constant comparison. By comparing codes between people, data sets,
across time or any other comparison that is of interest to the investigation, recurring
themes or categories can be identified. These themes or categories are then used to begin
building theory from the data (Charmaz, 2003).
The intermediate step between coding and the first analysis is memo writing.
Memo writing consists of expanding on our codes and categories, leading us to explore
them in more detail and expand what these codes represent. It also helps to add structure
by sorting codes. It helps create a link between the raw data and reality. Sampling is then
undertaken back in the field to refine the theory that begins to emerge out of the memo
writing exercise. It helps the researcher establish if their emerging theory ‘holds true’
when applied to this new sample. It can be modified or refined slightly if it does not.
After this step the final theoretical framework can be stated based on the preceding
process undertaken.
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Attitude. Despite attitude being a commonly used word, scholars from different
fields have not agreed upon a concise definition of the word. What is agreed upon is that
attitudes influence behavior, as detailed in the theory of planned behavior (Ajzen &
Fishbein 1980; Fishbein & Azjen, 1975). If one’s actions toward an object are positive,
their attitude toward the attitude object is likely to be positive, and vice versa. “They
shape our behaviors in countless ways and determine our involvement in activities”
(Rickard & Banville, 2006, p. 385). Attitude influences one’s actions to act or not act in
particular situations. For instance, if a person has favorable attitudes about exercise such
as it is fun and is good for personal health that person is likely to have a positive attitude
to exercise and therefore go jogging.
As attitudes are closely related with one’s personal beliefs, attitudes are difficult
to change. However as attitude can be placed on a continuum from most positive to most
negative, it is possible to move one’s attitude along this continuum (Silverman &
Subramanium, 1999). In order to do this, manipulations to the person’s beliefs through
situational experiences can alter their attitude. Changing a person’s disposition toward an
object can lead to a change in attitude. For instance, a student who dislikes PE may
develop a more positive attitude toward the subject if their teacher creates a more
inclusive learning environment.
As a result of these links, knowing about students’ attitudes toward PE can have
great influence for stakeholders beyond the student themselves including teachers,
parents and coaches. By understanding what attitude students have, strategies can be
developed and put in place to alter their disposition toward the subject to alter their
attitude toward the subject, ultimately leading to implementation of what is learned in PE
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in their own lives (Rikard & Banville, 2006). “Attitude is the agent that can change
perceptions and the catalyst that can make PE a positive experience” (Stelzer et al. 2004,
p.171).
While attitude theory presents the part of the overall framework for this study, the
mixed methodologies used conflict somewhat in the deductive nature that is commonly
associated with quantitative measures such and surveys and inductive reasoning
associated with qualitative measures such as interviews. As a result it is important to
acknowledge that the study will attempt to fall in line with what Dyson (2006) calls for “a
student centered approach to research to determine the students’ views relative to their
experiences of the curriculum” (p. 326). Indeed it is the student voice that looks to be
magnified and examined from a student perspective, rather than from the perspectives of
teachers, principals, parents or any other stakeholders. The information gathered should
be allowed to speak for itself, rather than predetermined findings found in the literature or
indeed that of the researcher influencing the voices of these particular students.
Physical Education Defined
Tennessee (TN) high school students must complete 22 credits to graduate. They
also are tested in core subject areas with End of Course exams, part of the TN
Comprehensive Assessment Program (TCAP). In order to qualify for graduation, high
schools students must take and pass 1.5 credits of PE, which represents one full year of
Lifetime Wellness and an additional one semester of an elective PE course. Every high
school student in the state of TN takes Lifetime Wellness, which encompasses a set
curriculum involving identical and consistent standards and performance indicators
across all TN school districts. This course consists of one semester of health education in
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the classroom, and one semester of physical education typically conducted in the
gymnasium or outside areas. Content learned in high school PE (& other non-tested
subjects, i.e., music & art) is not measured with the TCAP. The state of TN does not
specify the grade or year of participation in PE during a student's high school
participation, but most ninth graders take Lifetime Wellness. The state of TN has its own
State Standards for PE and these align with each of the National Standards for PE
(NASPE, 2010). Concerning other grade levels, there are no state mandated time
requirements for PE. However, each school is required by law to include 90 minutes of
physical activity per week into the instructional school day for all K-12 students. The
state does not require student assessment, in PE (NASPE, 2010).
The PE program at Eagle High School (EHS)"revolves around four different
curricula. Fitness and Conditioning in which students learn the basic techniques of lifting
and principles of fitness in order to maintain a healthy body. Other PE classes include
Lifetime Wellness and a more traditional sport and games based PE. Each course has a
focus that was described by the lead PE teacher as moving toward a fitness base than
sport based. There are six PE teachers. A PE course is a compulsory requirement for
graduation for all students. Students must enroll for only one semester out of their four
years at high school to obtain credit. Assessment of PE programs is at the discretion of
the teacher in charge of their class. There is no set assessment schedule, nor are there
standardized tests that students complete. The school offers a variety of extra curricular
sports including traditional sports such as football and basketball as well as more non
traditional sports in the urban environment including bowling, lacrosse, disc golf and
golf. Students have physical education everyday for 50 minutes while enrolled. The PE
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classes are often forced to share the only gym space when they cannot go outside,
however the Fitness and Conditioning class has their own studio in the basement of the
school. Administrative support for the subject of PE is strong, with the principal
supporting the initiatives put forward by the PE department. Eagle High School is a Title
I school, indicating a 40% or above child poverty rate. Funds from Title I are targeted to
high-poverty schools and used to provide educational services to students who are
educationally disadvantaged or at risk of failing to meet state standards.
Physical education in NZ is based within a socio-critical perspective that guides
the Health and PE curriculum document (NZME, 1999) and New Zealand Curriculum
document (NZME, 2007). The National Certificate of Educational Achievement (NCEA)
is the main qualification for secondary school students in New Zealand. Students
generally work through these in their final three years of secondary education; levels: 1,
2, and 3 which students work through from grades 10-12. Students complete units in each
subject, which are worth credits. A typical year of work in one subject area will total 24
credits. Eighty credits at each level are required to pass that particular year level. Physical
education is a subject that is entirely internally assessed- there are no external
examinations with the exception on level 4, scholarship PE. Physical education is listed
as an ‘approved subject’ for University Entrance requirements (New Zealand
Qualifications Authority [NZQA], 2012).
Four fulltime PE specialist teachers lead the PE program at Kiwi High School
(KHS). PE is compulsory for students in years 9 and 10, and an optional NCEA level
subject in years 11, 12, and 13. Classes are streamlined into academic levels. At the time
of data collection, 151 students were enrolled in PE in level 1, 2, and 3 NCEA excluding
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the special education class. To address behavioral issues, the department employs the
Teaching Personal and Social Responsibility (TPSR) model (Hellison, 2003). Students
enrolled in PE receive four 1-hour lessons per week. Class sizes vary depending on the
grade level and enrollment for any particular year, however a maximum of 30 students in
school policy. The school has two gymnasiums and a large field for physical education
when weather allows. There are four full time PE specialists and sports coordinator
employed at the time of study. Team sports play a large role in the make up of the school.
The school has multiple rugby, soccer and netball teams as well as a range of other sports
offered to students including cricket, volleyball and ki-o-rahi (a traditional Maori game).
Eagle High Schools is a decile 2 school, indicating that the surrounding area is ranked in
the bottom 20% of the country according to socioeconomic measures.
Review of Literature
Student attitudes toward PE has been explored from a number of different
perspectives such as what attitude students have toward curriculum, likes and dislikes,
teachers, instruction, gender issues in PE, innovative curriculum, assessment, urban
issues and the marginalization in PE (Dyson, 2006). Based in grounded theory, this study
attempts to allow the data to present itself rather than being predetermine or confined by
previous literature. To give the reader an understanding of the previous research into
research in student attitudes toward PE may affect this particular the literature review
below contains a review of the following literature; an introduction to student attitudes
toward PE; student attitudes toward PE curriculum; student attitudes toward PE teachers
and instruction; student attitude toward assessment in PE; urban issues in PE;
international comparative studies of student attitudes toward PE; and measurement of
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attitudes toward PE. This review of literature leads to a rationale for this study, which is
explained at the conclusion of this literature review.
Student Attitudes Toward Physical Education- an Introduction. Studies
examining student attitudes toward PE provide information about how students think
and feel about the subject (Graham, 1995; Silverman & Subramanium, 1999). Dyson’s
(2006) Chapter “Student Perspectives of PE” in the Handbook of PE represents the most
current summary of literature and explains how students of different races genders, skill
levels, economic levels, interpersonal skills, and cognitive ability feel about what
happens in PE. Dyson uses the term ‘student perspectives’ rather than ‘attitude’. These
are very closely related terms, with perspective having an influence on how a student
sees a subject and how these perspectives connect to their beliefs.
Dyson (2006) refers to the need for the use of more qualitative methods of
enquiry such as interviews, focus groups, non participant observations and document
analysis in order to reveal the true voices associated with student attitudes toward PE
rather than number and statistics associated with more quantitative studies. Johnson and
Howard (1997) suggest that less research is done in school settings as the experience is
often “messy, unpredictable, and constrained by bureaucratic and ethic restrictions”
(Johnson & Howard, 1997, p.1). However qualitative research is more time intensive,
especially with Dyson’s (2006) expression that researchers need to immerse themselves
completely into a school environment, and gain the trust of participants in order to reveal
true student voice. Anderson (1998) supports this saying that an authentic student voice is
required to reveal a true reflection of student perspective.
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Much of the previous research into student perspectives of PE has been as a part
of other measures in the study. Indeed it was not until Graham’s (1995) monograph “PE
Through Student’s Eyes and in Students’ Voices: Implications for Teachers and
Research” was the subject of student attitudes toward PE acknowledged as a stand-alone
topic worthy of investigation and attention in PE academia. Major outcomes of the study
showed that teachers could learn from students about their own teaching and curriculum
issues. Since then there has been a greater emphasis on the subject, however it remains
largely unexplored, especially at the high school level. Siedentop (1992) highlighted the
need for further research especially in high schools where the curriculum and
instructional strategies have often been found wanting.
Student Attitude Toward Physical Education Curriculum. Luke and Sinclair
(1991) identified curriculum content as the primary influence in development of both
positive and negative attitudes toward PE. Over half (52.7%) of all participants in the
study (n = 2102) high school males and females reported the content as the most
important factor to whether they wanted to participate or not participate in PE. Team
activities were reported as the most (9.2%) popular activity, while running activities and
fitness testing were the most disliked activities. There were no significant differences
between males and females overall in their identification of the importance of curriculum
in formation of the attitude toward PE.
“If PE is going to be responsive of the needs of each child, it should reflect the
culture in which it is practiced” (Tannehill & Zakrajsek, 1993, p. 78.). Tannehill and
Zakrajesk’s article explored and provided data on different ethnicities in regard to their
views and attitudes toward PE. Results showed 66% of boys and 48% of girls report
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being involved in competitive sports, while Asian Americans (71%) and boys (72%)
were opposed to dance. Meanwhile 80% of the African American youth favored team
sports as opposed to individual fitness. Running was the most disliked with 60% of
students responding negatively. A total of 57% of all students thought PE was important,
however 43% saw it as unimportant. Hispanic students placed the greatest emphasis on
PE (66%) whereas African American student placed the least (48%).
Rickard and Banville (2006) used a mixed methods approach to investigate the
attitudes of high school students with regard to curriculum and efficacy of skill
development in a United States high school. In the study, 515 students completed surveys
and 159 were involved in focus group interviews. Results of the study showed that
students enjoyed a curriculum that had a wide range of activities and sports, and a level
of difficulty that was challenging without being too hard or too easy. While students
often disliked fitness activities, they were cognizant of the associated health benefits
related to such activities and therefore tolerated them. Game play was the type of PE that
students preferred. Also, students wanted to be active and involved while also having fun.
All focus groups complained about a lack of variety in their PE classes. Students say
especially in regard to the sport elements of PE that it is the same every year. To this
point, if new challenges or activities were introduced, students felt that they progressed,
however if the same expected sports were played, their performance stayed the same.
Silverman and Subramanium (2007) investigated middle school students’
attitudes to PE using their attitude instrument (as cited in Subramanium & Silverman,
2000) to assess the attitudes of 995 students in grade 6 to 8. Students overall had a
moderately positive view toward PE curriculum. Males and females both reported similar
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scores. They perceived that it was both useful and enjoyable to them personally. The
study found decreasing positive attitudes between grade levels. Furthermore the study
doubled as a validity and reliability check for the instrument developed by the pair.
Smith and Pierre’s (2009) study found that teamwork, challenge competition and
learning in combination with team sport affected student enjoyment of PE positively. The
concept of competition was a polarizing notion for students. While some thrived on
competition within classes, others where turned off from PE by the hyper competitive
nature of their peers. The study reported that health and fitness topics were intrinsically
motivating when students were allowed to try and perform against their previous test
results rather than against the rest of the class. Some students reported that the use of the
same sports over a period of time made the class boring, and called for more
differentiation and new activities to learn in.
Hopple and Graham (1995) examined how 4th and 5th grade elementary school
students perceived fitness testing- a particular feature of a physical education class. A
large sample of 54 interviewees was chosen. Overwhelmingly negative responses were
given about the fitness testing. Students lacked any understanding of why they were
being tested and why it may be important for them to do these tests. Students reported a
variety of methods to avoid PE on days where fitness testing was known to be occurring.
Student Attitude Toward Physical Education Teachers and Instruction. In
Rickard and Banville’s (2006) study of 159 high school students, those involved in focus
group interviews recommended that teachers needed to improve their instruction methods
and be able to judge and group students better. If the teachers matched their skill levels to
an appropriate level of task, they were more likely to enjoy and participate fully in PE.
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When teachers mismanaged this, higher-level students reported being slowed down by
the lower level students and low level students losing confidence and interest in the
activities.
Smith and St Pierre (2009) identified teacher impact as their first theme to explain
student attitude toward PE in their study of American and British high school students.
The qualitative study elicited data from a sample of 28 student interviews. Students most
often noted that their teachers were responsible for both enjoyable experiences in PE as
well as experiences that caused them to not enjoy PE. The study identified three
characteristics that played a part in student perception of enjoyment in PE in both
countries. Teachers’ attitude and personality was identified as the first key trait. When a
“teacher’s enthusiasm, caring, sense of humor, and outgoing personality were all traits
that students felt made PE enjoyable” (p.214). However students reported that when
teachers became too controlling, militaristic, and uncaring their enjoyment of PE
decreased. The manner that students interacted with their students was the second
characteristic. Students reported enjoying when the teacher participated in activities with
them. Verbal communication was important for students, positive and constructive
feedback was a source of motivation and enjoyment in PE for these students’ formation
of positive perceptions of PE. Finally, teacher instructional strategy affected their
enjoyment of PE. Students liked teachers who fostered group activities and it made PE
fun and easier to learn. However when teachers became too controlling of the class and
acted like a drill sergeant the class became uninteresting.
Cothran and Ennis (1999) ascertained that a student’s connection to their school
and classes was a key factor in student attitudes toward PE. While teachers were aware of
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the intended goals and outcomes of their curriculum, the students were not. Because they
could not see or understand why they participated in PE, they believed the curriculum
was not relevant to them. As a result, Cothran and Ennis recommend the inclusion of
students and teachers alike in the knowledge of the intended outcomes of the class.
Students want their teachers to teach them about what they can use in the future.
Student Attitude Toward Assessment in Physical Education. Lund (1992)
highlighted the importance of assessment and accountability in PE. By assessing students
on what they have learned in PE or by the effectiveness of their activities, students can be
made responsible for their learning. While NASPE (2010a) points to the importance of
assessment in PE, statistics are provided to the lack of implementation of quality
assessment in PE. Only 37% of states in 2010 require some form of student assessment in
PE. NASPE (2010b) also attempts to justify the status of PE as an academic subject.
Urban Issues in Physical Education. Cothran and Ennis (1999) researched three
teachers and 16 students in an American inner city urban high school and interviewed
them about their attitude toward PE. The most important finding was the need for
students to feel a sense of membership and inclusion in whatever they were involved in.
Without this sense of inclusion, they were less likely to engage in activities and conform
to norms of the classroom. This was particularly important in PE, where if students do
not believe in their role as an active contributor in the class or if students do not believe
in the content, the potentially beneficial health messages that PE can deliver are lost.
Shen, McCaughtry, Martin, Fahlmann, and Garn (2012) supported these findings in a
study of how urban high females attitude to PE. Being included and feeling related to the
teacher, other students and content were all identified as factors contributing to more
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positive overall involvement and attitude toward PE.
Li, Wright, Rukavina, and Pickering (2008) examined students’ perceptions of
personal and social responsibility and the relationship of these perceptions to intrinsic
motivation levels of students. A total of 253 middle school students were recruited to
complete a questionnaire. Results of the study showed that students who reported higher
levels of social and personal responsibility enjoyed PE more than those with lower levels
of personal and social responsibility. The authors pointed to the need for urban teachers
to create caring and inclusive learning environments in PE. In order to create the
environment in which students are most likely to be intrinsically motivated to engage in
PE, and therefore have greater engagement with the learning material, teachers must
empower students with their own self-determination and ability to be accountable for
their own learning.
Cothran and Ennis (2001) interviewed three teachers and 16 students at an urban
high school to examine how students viewed a changing curriculum. The vast majority of
students failed to see the point in PE and thought the content was useless for them. Some
thought that the new curriculums implemented were good; especially those involved in
the dance and fitness classes. However, many students continued to reflect the
marginalization of PE, students saying that it takes away time from when they could be
studying for other subjects.
International Comparison Studies on Student Attitudes Toward Physical
Education. Few studies have explored the differences in student attitudes toward
between different countries. Stelzter et al. (2004) conducted a quantitative based survey
using 1,107 high school students from the Czech Republic, Austria, England, and the
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United States of America. While there were statistical differences between countries,
with the Czech Republic being the most positive and the United States being the least
positive, there was an overall positive perception of PE shared by students from all
countries. While this large-scale study spanned four different countries across two
continents, it failed to show the student voice, instead relying on the numerical data
obtained only from surveys. The results were also unspecific through the use of the
Adams scale, merely pointing toward a generally positive or negative attitude.
Curriculum, teacher style or any other factors were not mentioned as contributors to these
findings.
While not explicitly studying attitudes, Smith and St. Pierre (2009) conducted a
qualitative study that explored high school students’ perceptions of determinants of
enjoyment in PE in both Britain and the United States of America. Open, semi structured
interviews were used to gather data from 28 students purposefully sampled from a pool of
over 500 participant who completed a survey. Those who were thought to have positive,
indifferent and negative attitudes to PE were selected. Similar themes emerged from the
data that included the impact of teachers, student characteristics, class activities and
content and finally the PE environment.
Measuring Student Attitudes in Physical Education. Silverman and
Subramanium (1999) conducted a review of student attitude research in PE with the key
finding that there were no valid and reliable instruments to assess student attitudes
accurately in PE. The key to the development of such an instrument was the grounding
in attitude theory. The pair then constructed and tested their own instrument, a 20-item
survey that used a Likert scale ranging from 1 to 5 that assessed student attitudes toward
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curriculum and enjoyment of the subject (Subramanium & Silverman, 2000). This
instrument was used by the pair to then study middle school attitudes toward PE
(Subramanium & Silverman, 2007). “Validation scores from the attitude instrument
demonstrated psychometric evidence of reliability and validity for the target population.”
(p. 606). In addition, “a mixed method approach was used to provide evidence of
construct related reliability” (p. 606).
Rationale for Study
Notably from the literature review, the most research already conducted is aimed
at student attitude toward curriculum and influence of teacher influence in PE. Much of
this was directed at the elementary and middle school levels. As a result, more research
into the high school level is justified, especially to understand how students’ attitudes
toward PE are at the summative end of their public schooling. The majority of studies
have been conducted in the United States and none in New Zealand. Only two studies
crossed international borders in an attempt to compare student attitudes from different
countries. Despite being a large study, Stelzter, Ernest, Fenster, and Langford (2004)
failed to identify the meaning or relevance of their quantitative based findings. The lack
of research in this area provides justification for further research. Exploration into the
differing shapes of PE around the world may provide insight into what the ‘best’ form of
PE may look like.
Despite suggestions from such governing bodies as NASPE, there is no literature
on student attitude toward PE assessment. This large gap in the research offers the
possibility and warrants the exploration of the topic in this and future studies. Thus the
researcher justifies the addition of questions pertaining to assessment in PE to
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Subramanium and Silverman’s (2000) student attitudes toward PE instrument as well as
including specific question about assessment in the semi structured focus group interview
guide.
By researching in two schools the study not only aims to add to a body of
literature that is still developing in the area of student attitudes to PE, but also findings
and recommendations from the study may offer insight into how each school may
improve their respective PE programs.
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II. Methodology
This research used a mixed methods approach to develop a greater understanding
of not only what students think about PE curriculum, teaching, assessment and personal
relevance, but to also give a voice to students. Data collection methods used in this study
included surveys and focus group interviews. Prior to study, ethics approval from local
universities was obtained (see Appendix A).
Participants
The participants of this study included 49 students from a New Zealand decile 2
high school and 65 students from a US mid-south optional urban school. The sample was
selected purposefully because of high proportions of minority populations and low
socioeconomic status of students. All students enrolled in grades 10, 11, and 12 were
offered a possibility to participate. A briefing was given from the primary investigator to
all PE classes, within the selected grade range, at both schools to explain the study and its
procedures. All students were given an information packet detailing the purpose, aims
and potential benefits of the study. Consent forms (see Appendix B) were sent home to
the parents of those students who wished to participate in the study. Only those who
returned parental consent forms were included in the study. A total of 161 students were
offered the chance to participate at KHS and 250 at EHS.
Settings
Kiwi High School is a coeducational high school in the North Island of New
Zealand. The total school enrollment during the study was just over 600 students from
grades 8-12 comprised 51% male and 49% female students. New Zealand Māori were
the dominant ethnic group (41%), followed by New Zealand European/ Pākehā (28%),
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and Pacific (25%). The New Zealand Ministry of Education (2009) uses the decile rating
system to rank all school in New Zealand based on the surrounding resident
socioeconomic status. A number between 1 and 10 is given to indicate this state. As a
decile 2 school, the surrounding area to the school is ranked in the bottom 20% of the
country according to socioeconomic measures. The school continued to respond to the
high literacy and behavior needs of many of its students. Students are described as having
opportunities for “participation, enjoyment and success in a wide variety of academic,
sporting and cultural activities. An extensive range of services is provided to support
students' well‑being, progress and sense of belonging” (Education Review Office, 2011).
Eagle High School is a coeducational high school in the mid-south region of the
US. At the time of the study, the school enrollment was 1,636 students from grades 9 to
12. At EHS, 46% of the students were male and 54% were female. The racial/ethnic
composition of the school was African Americans, totaling 86% of the population, their
White peers making up only 6% and the remaining portion was comprised of ‘other’
minority populations. A total of 61% of students enrolled were described as economically
disadvantaged, receiving either free or reduced lunches. Eagle High School had
graduation rate of 88.3% in 2012.
Instrumentation
Survey. The survey used was taken from Subramanium and Silverman (2000)
(see Appendix C). The instrument uses a Likert type scale ranging from 5 ‘strongly
agree’ to 1 ‘strongly disagree’. The original instrument contained 20 questions; five each
related to four different stems- perceived teacher usefulness, teacher enjoyment,
perceived curriculum usefulness and curriculum enjoyment. An example item from the
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curriculum enjoyment stem is “The"games"I"learn"in"my"PE"class"get"me"excited"about"
PE.”"(Subramanium"&"Silverman,"2000). The researcher added six to account for
assessment in PE. The original 20 items were otherwise unchanged.
Focus Group Interviews. Seventeen students who completed the survey were
randomly selected for focus group interviews in order to share their thoughts and feelings
about PE. The focus group interviews followed a semi structured interview format (see
Appendix D) that was based on the questions from the survey instrument. A total of 17
students were involved in 6 different focus groups of 2-3 students each; 8 were male and
9 were female to represent overall gender distribution within the schools. Focus groups
were held during lesson times in both school and varied in length from 35 minutes to an
hour.
Procedures
Data was collected in the US in December 2012 and in NZ in March 2013 over a
period of two weeks in each case. Consent and information forms detailing the content of
the study and the requirements and benefits of participation were sent home to all
students currently enrolled in grade 10 through 12 PE classes. There was no reward
offered for participating in the study and students were made to understand that their
participation or non-participation would not affect their school grade, nor would they be
identified by the study. Those who wished to participate in the study returned signed
consent forms over the next week to their teachers, who then passed these onto the
primary investigator. At the start of the following week, the surveys were issued to these
students in a spare classroom. Instructions were given about the survey and a chance for
any students to ask questions about the instrument itself or any of the procedures.
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From this group of participants, 9 students from EHS and 8 students from KHS
were randomly selected using a random number generator. These students were offered
the chance to participate in focus groups. These eight students from KHS and nine from
EHS were interviewed. Students were given a briefing before the interview stating that
their participation in the focus group would not be identified, but their statements may be
used in publications under a pseudonym.
Researcher Bias
Using grounded theory as the guideline for building inductive theoretical
frameworks, the researcher must acknowledge their own personal circumstances and
situations that may contribute to researcher bias in the data analysis process that is so
crucial to the development of grounded theory (Crotty, 1998). The primary investigator
was a white male born and raised in rural New Zealand. His family would be described as
middle class and he attended a decile 10 single sex boys’ school in New Zealand. Decile
10 reflects that the surrounding community of the school fits in the top 10% of
socioeconomic status in the country. Here, the primary investigator took PE through his
time at high school including NCEA levels 1 through 3. He was trained as a physical
educator in the Critical Studies in Education department at a large local university. The
researcher has limited experience teaching in PE, however has been employed as a food
and nutrition technology teacher at a decile 2 school for six months (the school’s
surrounding area fits in the bottom 20th percent of socioeconomic status in the country)
and as a substitute teacher at a decile 8 (the school’s surroundings fit in the top 20th
percent of socioeconomic status in the country) school for one year.
The primary researcher moved to the mid-south region of the US in Fall 2011
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where he began a graduate degree majoring in Physical Education Teacher Education
(PETE). He has limited experience in the US high school in the area, limited to two visits
to two different urban high schools in the area before the commencement of this study.
All other information and understanding about the state of the local school system was
derived from second hand interactions with lecturers, classmates, and the wider
community.
As a result, it is important to acknowledge that the primary investigator has a
much more experience in New Zealand than the United States. The researcher must
remain as objective as possible especially in the analysis of data. The risk of the primary
investigator’s personal experiences and understandings is very real. As a result,
employment of another graduate assistant (a local person) was used in the analysis of
focus group data.
Data Analysis
The survey data were entered into a locked and password protected computer
using Statistical Product and Service Solutions (SPSS) version 12. All reverse coded
items were transformed. Descriptive statistics were calculated for each survey question
for each school. Analysis of variance (ANOVA) tests were applied for each question to
determine level of agreement. Probability level was set at 0.05. Additionally, an
exploratory factor analysis was conducted to determine survey item relationship and
factor loading.
The focus group interviews were transcribed verbatim into a Microsoft Word
document. These transcripts were emailed to the respective schools and students given an
opportunity to member check their responses to improve credibility of the data (Lincoln
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& Guba, 1985). NO students wished to make alterations to the researcher’s findings.
Line-by-line coding was used to analyze the transcripts. Constant comparison was used
by the primary investigator to identify recurring themes as the line-by-line coding took
place. Memo writing was used to expand on codes and categories identified in the coding
process into order to expand and structure ideas. From these memos, themes were
identified. A graduate assistant at a local university performed an inquiry audit into this
process to improve dependability of results (Lincoln & Guba, 1985). Peer debriefing with
faculty members at local universities in the mid-south region of the US and NZ was
conducted by the researcher throughout the study to help improve the credibility of
findings. The documentation of the methodology process and data analysis serves as a
way of creating an audit trail in order to increase the dependability of results (Lincoln &
Guba, 1985).
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III. Results
The results are structured to reflect four themes that emerged out of both the
survey and focus group data analysis. Where relevant, the quantitative survey statistics
(see Appendix E) are used as preliminary descriptive data to help show where similarities
and differences in responses between schools have occurred. The quotes from focus
group interviews are used to explain why the similarities or differences may be occurring.
Also, in some cases, the focus group data is used to show why the two groups may be
similar statistically, but for dissimilar reasons.
A preliminary exploratory factor analysis was undertaken to check factor loadings
with survey data; however, they failed to load into categories identified by Subramanium
and Silverman (2000). This inability to complement previous research may be due to the
low number of subjects in this study, which has been noted to be a constraint (Pallant,
2007). As a result descriptive statistics of each item are presented that relate to each
theme. A score of ‘5’ on the likert scale indicates the student ‘strongly agrees’ with the
statement, ‘4’ they agree, ‘3’ undecided, ‘2’ disagree and ‘1’ strongly disagree.
Student Attitudes Toward Physical Education Curriculum
Results of the survey revealed that both schools’ students were similar in the
items pertaining to perceived enjoyment usefulness of their respective curriculums.
EHS’s mean responses varied between 4.24 and 3.52, while KHS varied between 4.22
and 3.63. Results are detailed in Table 1.
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Table 1
Curriculum Based Item Results
Question
1. The games I learn in PE make
PE class interesting for me
2. The games I learn in my PE
class make learning unpleasant
for me (reverse coded)
3. The games I learn in my PE
class get me excited about
physical education
5. I feel the games I learn in PE
make my PE class boring for me
(reverse coded)
6. I feel the games I learn in my
PE class are useless to me
(reverse coded)
7. The games I learn in my PE
class seem important to me

10. The games I learn in my PE
class are useful to me

13. I feel the games I learn in my
PE class are valuable to me.
14. The games I learn in my PE
class seem unimportant to me
(reverse coded)

School
Kiwi
Eagle
Kiwi
Eagle
Kiwi
Eagle
Kiwi
Eagle
Kiwi
Eagle
Kiwi
Eagle
Kiwi
Eagle
Kiwi
Eagle
Kiwi
Eagle

M (SD)
3.98
(.777)
4.05
(.893)
4.22
(.715)
3.93
(1.087)
3.90
(.823)
4.04
(3.631)
4.20
(.979)
3.83
(1.341)
4.20
(.912)
4.03
(1.107)
3.69
(.918)
3.96
(1.051)
3.73
(1.095)
4.12
(.986
3.63
(.972)
3.92
(.933)
4.06
(.966)
4.00
(1.103)

N

F

df

Sig.

0.22

124

0.64

2.728

124

0.101

0.072

124

0.789

2.853

124

0.094

0.878

124

0.351

2.113

124

0.149

4.146

123

.044*

2.684

123

0.104

0.101

123

0.752

49
76
49
76
49
76
49
76
49
76
49
76
49
75
49
74
49
75

(table continues)
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Table 1 (Continued)
Curriculum Based Item Results
Question
20. I feel the games I learn in my
PE class make learning fun for
me.
24. PE is about learning more
than sports.

School
Kiwi
Eagle
Kiwi
Eagle

M (SD)
3.76
(.969
3.52
(1.031)
3.88
(.949)
4.24
(.978)

N

F

df

Sig.

1.615

123

0.206

4.113

124

.045*

49
75
49
76

Notably, question 10 “The content and games I learn in PE class are useful to
me,” was significantly different between schools. Results from EHS revealed more
positive responses (M = 4.12) than their KHS counter parts (M = 3.73). This finding was
also confirmed in the focus group interview data. One student, Carlos, from EHS
explained his own definition of what PE was about saying:
…like learning how to treat your body right, and staying in shape, but just
because PE is not about trying to be the best person and be fit, but just trying to
maintain a steady body. (Carlos, EHS)
The Fitness and Conditioning classes, a part of the greater PE program at EHS. Carlos
went on to say:
They give us facts like if you’re in shape like, if you’re in shape you’re less likely
to have heart attacks and diseases and stuff like that. (Carlos, EHS)
The curriculum at EHS was also narrow and defined taking place over a short
period of time. One half year in the final three years of schooling is compulsory for all
students at EHS, with the majority of focus group students interview taking part in the
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Fitness and Conditioning class put in place by the two main PE teachers. One student,
Ashley, noted that her class’s curriculum was different to the Fitness and Conditioning
classes at the school saying:
…everybody else out playing kick-ball football and soccers. (Ashley, EHS)
At KHS the curriculum was more diverse. Peter described PE as being:
…important in high school, because it increases the knowledge of biomechanics
and anatomy, body parts and could benefit you in the future for other things.
(Peter, KHS)
A variety of different units were described by students, ranging from health-based
sexuality units, total wellbeing, leadership, anatomy and biomechanics and sport based
practical units. Betty also explained the complexity of such a unit in her statement:
It was a leadership program and we were put into groups and we went to
different [elementary schools] in the area, and we just taught them like the
fundamental skill of like rippa rugby and we’d just make up our own
training sessions for them and we’d have to plan it. (Betty, KHS)
However, other students had less positive things to say about the curriculum, in particular
in regard to the high amount of theory in PE reported by focus group participants at KHS.
Shane, a grade 12 student said:
PE is good, because playing sports is actually fun or I wouldn’t be doing it. And
the theory side can be boring, but I guess you’re learning about your practical
side as well. (Shane, KHS)
All focus groups conducted at KHS noted that their PE classes were located half
in the classroom and half in the gymnasium or outside. The survey results also revealed a
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significant difference (p = 0.045) between the two schools in regard to the question “PE
is about more than just sport” (KHS M = 3.88, EHS M = 4.24). Shane described PE as:
”…for those who aren’t good in class I guess it gives them something else to be
good at, be good at sport because you don’t have to be smart or anything.”
(Shane, KHS)
Student Attitude toward PE Teachers
Responses from both schools to the survey questions pertaining to teacher
influence on enjoyment because of the teacher and usefulness of the teacher are included
in Table 2.

Table 2
Teacher Based Item Results
Question
4. My PE teacher makes my PE
class seem unimportant to me
(reverse coded)
8. My PE teacher makes my PE
class seem important to me

9. My PE teacher makes my PE
class interesting for me

School

M (SD)
4.29
(.913)
4.17
(1.076)
3.59
(1.098)
4.09
(1.073)
3.76
(.990)
3.95
(.992)

Kiwi
Eagle
Kiwi
Eagle
Kiwi
Eagle

N

F

df

Sig.

0.38

124

0.539

6.36

124

.013*

1.093

122

0.298

49
76
49
76
49
74

(table continues)
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Table 2 (Continued)
Teacher Based Item Results
Question
11. I feel my PE teacher makes
learning in my PE class fun for
me
12. I feel my PE teacher makes
PE class boring for me (reverse
coded)
15. My PE teacher makes
learning in my PE class
unpleasant for me (reverse coded)
16. My PE teacher makes my PE
class useful for me.
17. I feel my PE teacher makes
learning in my PE class valuable
for me.
18. I feel my PE teacher makes
learning in my PE class useless
for me (reverse coded)
19. My PE teacher gets me
excited about PE.

School
Kiwi
Eagle
Kiwi
Eagle
Kiwi
Eagle
Kiwi
Eagle
Kiwi
Eagle
Kiwi
Eagle
Kiwi
Eagle

M (SD)
3.55
(1.226)
3.57
(1.093)
3.90
(1.212)
3.96
(1.084)
3.90
(1.005)
3.95
(1.196)
3.71
(.957)
3.80
(1.151)
3.73
(.995)
3.95
(.899)
4.06
(1.008)
4.11
(1.008)
3.33
(1.125)
3.61
(1.084)

N

F

df

Sig.

0.011

123

0.916

0.088

123

0.767

0.056

123

0.814

0.187

123

0.666

1.514

123

0.221

0.06

123

0.807

1.912

124

0.169

49
75
49
75
49
75
49
75
49
75
49
75
49
76

The only significant difference found in this set of survey data concerned the
question “My PE teacher makes my PE class seem important to me.” EHS students
reported higher (M = 4.09) scores than their KHS counterparts (M = 3.59). EHS students
spoke generally of their teachers as “coaches” and being “motivators”. Anna said her
experiences in PE:
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…depends on the day and mood. And I’m not saying my mood, the teacher’s
mood. (Anna, EHS.)
She generally looked upon her teacher favorably saying:
I mean she help you a lot, I mean Coach Trent, she has her bad days, but she a
good coach. She believe in you. (Anna, EHS)
Hallie supported these sentiments; especially about the her teacher encouraging her to
work hard in the weight room:
…they constantly getting on you about you know working hard and you know
improvement. (Hallie, EHS)
Other students liked different teachers for different reasons. Chris stated that he liked one
teacher because:
He was my favorite coach because he would always let me pick the basketballs
and pick balls before anybody else. (Chris, EHS)
Hallie did not like this sort of teaching; referring to another teacher she said she did not
like them:
Because they just sit there. They just throw a basketball out and let you play ball.
(Hallie, EHS)
Anna reflected on this “roll out the ball” mentality to her teacher at EHS saying:
Well actually he like let me play anything. He say just play. Till you get it
right.(Anna, EHS)
All of the students interviewed at EHS thought that their instructors were knowledgeable
and capable to teach their curriculum. Chris said:
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[They are good teachers] because both of them did college sports when they were
younger. (Chris, EHS)
At KHS, the mixed responses about their teachers reflect the item responses
toward teachers and their teaching. As the curriculum is more theory-intensive, the
knowledge and expertise of the teacher is called into question. Shane had the following to
say about his Grade 10 PE teacher:
He cannot teach the theory side… When you’re starting to learn the theory,
which is the basics for what you need for [Grades 11 and 12], and you just
taught wrong in the first place, it makes it harder for the next years. (Shane,
KHS)
Betty, a grade 11 student, had this to say about her own teacher:
She’s really good with the academic side. Like she plays sport herself, so she
knows, but yeah I think she’s knowledgeable. (Betty, KHS)
The older students in grade 12 were more critical of their teacher’s teaching style,
preferring an inclusive and supported learning environment, Peter said:
We wanted to be taught together as a class, like we go over it, but she just gives
us sheets to read over and its just there… (Peter, KHS)
Kate becomes frustrated with this same issue saying:
…she tells us all the answers and then you read and learn and memorize. We have
other classes we have to memorize stuff in there too. (Kate, KHS)
Peter had further reservations saying:
We are given it and then have to memorize it. We are expected to learn our own
instead of being taught it. (Peter, KHS)
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In contrast to the varying nature of comments about teacher expertise and
teaching styles, students were very favorable about their teachers in regard to how they
were treated by teachers and if they felt like they took an interest in them as individuals.
Kate had this to say:
She does care, coz lately I’ve been falling behind the theory work and stuff and
she’s there pushing me and like doesn’t want me to fail and stuff. Just don’t be
afraid to ask questions and stuff so she cares about our credits and stuff. Yeah she
wants us to pass. (Kate, KHS)
Sammie a grade 10 student replied with the following about his teacher:
Really helps us like person by person on our theory work. You know she actually
explains you know, in depth, what the work is about. (Sammie, KHS)
Betty, from grade 11, agreed saying:
…she’s passionate about teaching PE and she’s strict and she just wants the best
for us and to help us, like gives us tips to pass and stuff. (Betty, KHS)
However, Sammie noticed that when the teacher lost control of the class, the effect of the
teacher affected him differently:
When the teacher is in a bad mood and the other students are talking and then
like she growls them off and then it makes you feel like you don’t want to do PE.
(Sammie, KHS)
Student Attitude Toward Assessment
All descriptive statistics relating to student attitude toward assessment are
recorded in Table 3. Again the means from each school were similar, with the exception
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of question 21 “PE is and academic subject” in which KHS had a mean of 3.71 and EHS
had a mean of 3.18- which was significantly different.

Table 3
Assessment Based Item Results
Question

School
Kiwi

21. PE is an academic subject.
Eagle
22. I don’t care about what grade
I get in PE (reverse coded)

23. My teacher assesses me
fairly in PE.

25. Being assessed in PE makes
me work harder.

26. I care about PE because I am
assessed in class.

Kiwi
Eagle
Kiwi
Eagle
Kiwi
Eagle
Kiwi
Eagle

M (SD)
3.71
(1.021)
3.18
(1.383)
4.14
(1.155)
4.42
(.997)
4.22
(1.006)
3.93
(1.044)
3.63
(1.185)
3.71
(1.037)
3.71
(1.208)
3.57
(1.187)

N

F

df

Sig.

5.323

124

.023*

2.047

124

0.155

2.372

123

0.126

0.135

123

0.714

0.412

123

0.522

49
76
49
76
49
75
49
75
49
75

Chris from EHS explained how he saw grades being assigned in PE, in turn reflecting the
mean response from question 21 “PE is an academic subject”:
…if you don’t dress out properly, you get a zero for the day, but you still get a
chance to exercise, like if you don’t dress out, but you got clothes on, you can
exercise and you’ll get a lower score, but if you don’t dress out you’ll get a zero.
(Chris, EHS)
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Suzanne further supports this notion that they are not assessed academically saying:
If you don’t dress out, you’ll get a bad grade. (Suzanne, EHS)
Students believed that assessing dress alone was a fair and just way to assess PE. Hallie
said:
I think the grading is fair, because they don’t grade us on what we do, they do it
on effort and you gotta try get a good grade. (Hallie, EHS)
Students at EHS view PE as an important subject due to the fact that it is required
to graduate from high school. Hallie said this in her own words:
I have to take it because I need the credit [to pass High School]. (Hallie, EHS)
Chris explains how it is relatively easy to achieve in PE and receive an ‘A’:
If you try to get a good grade, you get a good grade. (Chris, EHS)
Anna, a self confessed non-participant during most PE classes, sums up the mentality of
many of the interviewees saying:
I’m trying my best to dress out and trying not to get the grade you don’t want.
(Anna, EHS)
KHS students are graded using NCEA, a nation wide assessment system
moderated by the New Zealand Ministry of Education. As stated previously, students at
KHS thought PE was more of an academic subject than the students at EHS School. Betty
said:
I find it as hard as all the other subjects, because of all the words and it’s crazy.
(Betty, KHS)
Shane reflected that PE in NZ was a subject not to be enrolled in lightly, agreeing with
Betty’s comment:
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At [Grade 12] its just the people who like really wanna take it, so its actually like
a competitive class which is good. At [Grade 12] its the people who just wanna
aim high in PE. (Shane, KHS)
This appears to be the case, with increasingly fewer numbers enrolled in the optional PE
courses as grade level increases.
It certainly appears that there is a love-hate relationship with students and this
‘academic’ form of PE. Kate had her opinions of how hard the subject was, but how
important the grades associated with the subject were:
We work hard, we need these grades, these good grades if we work hard! (Kate,
KHS)
However for some it is more wholly negative. When asked about his worst experiences in
PE, Peter had this to say:
I think the worst moment of my PE, of PE was the assessments, the theory
assessments. It is very hard. I feel like I don’t know anything. (Peter, KHS)
Shane said that the ‘sporty people’ that PE attracts in Grades 10, 11, and 12 at KHS often
experience difficulty on the theory assessments as opposed to the practical assessments:
We’re passing the practical, but like with the theory it depends if you just wanna
try. If you try, you’ll pass easily. (Shane, KHS)
When asked if presented with the option of purely practical PE, but no credit or to have
PE as it is now, all grade 11 and 12 students said they would continue this way as the
credits are so important.
Students at KHS have a clear understanding of what is expected to achieve and
how to receive a good grade or to pass. Kate said it simply:
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We know what to do to get a really good mark. (Kate, KHS)
While Sammie said the grading was a fair process:
Because we get to see what is achieved, what is merit and what is excellence.
(Sammie, KHS)
Heather said she cared about her grade in PE despite the general consensus that students
often did not attempt to get the best grade possible:
As long as we pass NCEA level one sometimes people only want to achieve and
don’t worry about merit or excellence. (Heather, KHS)
The Practical and Theory Dynamic.
One theme to emerge from the focus group interview data predominantly
concerned KHS and to a lesser degree EHS. All students interviewed shared their
opinions and attitudes toward the balance of theory and practical work- classes held in the
classroom and in the gymnasium. All interviewed students expressed that they had four
PE classes per week and on average half were meant to be theory based in the classroom
and half were practical based in the gymnasium or outside. However, both grade 11 and
12 students said the theory had been dominating their lessons times. Betty said:
Lately it’s been more theory. (Betty, KHS)
Peter reflected the sentiments of many of the interviewees saying that during the theory
based lessons in the classroom:
I feel dead and bored (Peter, KHS)
Betty said that:
Not having any practical and having theory, doing theory for months and it just
kind of makes you lose interest in PE. (Betty, KHS)
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Kathy said:
We have enough of [bookwork] in other classes like English and stuff. (Kathy,
KHS)
Many students felt that the inclusion of such a theory heavy, classroom based
component to the subject was misleading. The physical nature of PE was a defining
factor of the subject. Shane said this about PE:
…it gets you out of the boring classroom, active and lots of people don’t like
sitting in a class doing work. (Shane, KHS)
However, he went on to say:
…you would probably go into PE thinking that you would be good at PE so you
think that it would be a good subject for you, but with the theory side and all the
stuff you don’t know, it makes you think you’re not good at it. Because there was
a whole other side to it you didn’t know. (Shane, KHS)
Kate had comments in the same vein:
You come to PE and you expect it to be like more fun and like different from the
other classes and do like more of the physical side, but when it comes to the
theory, everyone just sits there. (Kate, KHS)
On the other hand, the students had the understanding that while they did not like the
theory because they were most often assessed on this component, they knew its
importance. Shane said:
We all know its not all about just fun and sports, you’ve gotta learn. [Theory]
gives you the knowledge for what to do and how to make it better. (Shane, KHS)
Kate said:
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I pretty much like PE because I like playing sports. I don’t really like the theory
side, but you gotta learn. (Kate, KHS)
Peter said he struggled with the theory side of the subject saying:
I’m much more of a sports person than an academic person. (Peter, KHS)
Four students expressed their joy of passing units and receiving credit as one of their
highlights in PE however. Betty summarized these feelings best saying:
I don’t feel stupid after all. It was just new when you come to all the new terms
and bookwork. (Betty, KHS)
Shane offered a potential solution to the dilemma:
Even out the theories and the practicals. Don’t have too much theories, because
that will just make them loose interest. (Shane, KHS)
Betty suggested that students should be better prepared for the theory content by teaching
some theory in grades nine and 10 as a result:
…in year eleven when they want to do PE, they aren’t as surprised and think they
don’t like PE anymore because of that. (Betty, KHS)
Interestingly, this theme was not isolated to KHS. One focus group at EHS had
similar sentiments about their Fitness and Conditioning class. The misconception of PE
as a purely physical subject was expressed by this focus group at EHS. Daniel said:
When I came the first day, when I came in I was so excited to work out. I had my
gym bag and everything. And she was like we’re going to learn how to bench
press today. And I was like yes, I’m going to dress out. And we talked about, and
we did a worksheet and I was like, when are we going to bench press? (Daniel,
EHS)
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Jeremy said that PE had changed for the worse since middle school:
..now PE is kinda more serious. It’s become less physical education and more
about education period. (Jeremy, EHS)
Daniel agreed with Jeremy, saying that he thought physical education should be only
about being active, but instead there was too much learning:
PE is pretty much all about learning, its all about learning the lessons. Pretty
much nothing about physical education (Daniel, EHS)
Daniel was also reflective of the importance of the cognitive concepts being taught in PE
and Oscar helped him with how they thought PE could be improved:
We learn about muscles and that type of thang and that’s cool, you’ve got to learn
it at some point but you’ve…(Daniel, EHS)
You’ve got to learn hands on. (Oscar, EHS)
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III.

Discussion

The discussion section explores how the results relate to the research questions
and what these results mean and how they may differ from previous research. The
quantitative results often showed that both schools were similar in their responses to the
survey, but qualitative data showed the reasons for these reported attitudes were often
very different. Each of the four themes presented in the results section are discussed
below in detail. In addition, limitations of the study are discussed, as well as conclusions
and recommendations made for future research.
The Specificity of Curriculum to Context
It was very relevant that each of the school’s curriculum reflected the needs
associated within the society surrounding the school to differing degrees. In particular at
EHS, one class that revolved around weightlifting and personal health and fitness was
apparent to address health issues in the student population. The curriculum fits well as
EHS was located in the top five most obese cities in the US (Trust for America’s Health,
2009). The Fitness and Conditioning classes as part of the PE curriculum at EHS are
designed to address the obesity issue. Many students at EHS in the Fitness and
Conditioning classes made comment to this effect. Not all PE classes at EHS had
curricula that addressed the obesity issue as directly. Sport-based PE classes relied more
on fun and enjoyment rather than learning outcomes.
On the other hand, KHS, a school that is focused on critical theory (Bowes &
Bruce, 2011) has similar problems. Obesity affects several ethnic minority groups at
much higher levels than New Zealand White Europeans (NZMH, 2012), and students
report that their physical education has very little to with enhancing their health status. To
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comment on which curriculum is ‘better’ would be naïve. Each school’s student
demographics dictate different needs and as a result it should be expected the curriculums
of each school to be different to one and other due to their contexts (Marshall &
Hardman, 2009).
Is it important that students enjoy PE? Or are the health and learning outcomes the
main priority? For instance, at EHS, the Fitness and Conditioning classes are intended to
educate students about healthy body composition, the risks associated with obesity, and
actual physical activity in the weight room. Is it important that students also enjoy this?
Physical educators should aim to change the attitudes of students for the better long term,
to live healthily (Rikard & Banville, 2006). A change in attitude is more likely to occur if
more favorable experiences are experienced over a period of time (Rikard & Banville,
2006). According to this study’s results, the content is important to the students at both
schools. With this in mind, students at EHS added if students are merely playing or
participating without learning, the teacher is unfortunately “rolling out the ball” once
more. Results from this research found that a balance between student outcomes and
enjoyment is related to students to altering their attitudes toward PE while learning about
health-based outcomes.
Student Attitude Toward Physical Education Teachers and Teaching
Student attitudes showed that besides curriculum, teachers, their personalities and
their teaching styles had the greatest impact of their attitudes toward PE as a subject. As a
whole, students from both schools were very aware and opinionated about their teachers.
Eagle High School students often referred to teachers having good and bad days and that
their teacher’s behavior also affected how they felt in PE. As a result, teachers need to be
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cognizant of their moods; dispositions and actions in front of students as these factors
have a direct link to student attitude to the subject.
Both schools’ students stated that they often had or wanted teachers who cared
about students as individuals. A caring teacher who genuinely cares about how the
student was performing in physical or theory activities was often preferred to a teacher
who had not interest in student outcomes. In particular when the outcome was
particularly important to the student, the teacher interest in the student and their
achievement was important to positive student attitudes. An example at EHS saw
students who want to make gains in their personal best lifts in the Fitness and
Conditioning class liked it when their teacher motivated them. Equally, students tried
harder in their theory assessments at KHS when their teacher monitored them and gave
them individual tutoring and feedback on their progress. The impact of teacher
involvement and attention paid to each individual student is important in the development
of attitude toward PE and student outcomes (Taylor & Ntoumnis, 2007).
Students at both EHS and KHS had a very keen sense for their teachers’
knowledge toward the subject and competence at performing physical tasks. Especially at
KHS, students criticized their teachers if they thought they did not know or could not
deliver the learning material effectively. Teachers should be aware of their weaknesses as
teachers and be prepared to undergo professional development of key areas of weakness
(Armour & Yelling, 2007), as students are not only aware of when teachers do not know
what they are teaching, but makes their attitude toward physical education more negative.
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Assessment in Physical Education
One of the most interesting findings of this study was how the students from both
schools felt about the impact of assessment on physical education. While students at each
school were assessed on different content and in different ways, the student attitude
toward physical education as a result of this assessment was the same. Both schools saw
physical education as an important subject as a part of their greater ambitions to graduate
from high school (EHS) or achieve NCEA (KHS). Eagle High School students were
assessed almost exclusively on “dressing out” in the student view, whereas at KHS,
NCEA was a much more rigorous, academically-based subject. However, students
reported that they thought each method of assessment was fair, because they knew
exactly how to achieve their grades. They also revealed that physical education was an
important subject to them because PE credits were required to graduate for NCEA.
This becomes important for physical educators because the results from this
research suggest that if teachers use assessment in combination with a meaningful
curriculum, students will engage more fully with the content in order to pass. At EHS, the
content is not assessed, only participation and effort according to the students. At KHS,
cognitive concepts were assessed and these assessments often take them form of formal
written assessments.
Even in situations where students reported being assessed on dressing out to
receive top grades at EHS, students reported that this was fair and because grades are
awarded in such a fashion, they comply and conform. The PE teaching staff at EHS could
easily manipulate what is being assessed to more meaningful content, content that is
already being taught as a part of their curriculum. This would help improve student
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perceptions of the importance of PE, and that could lead to a more meaningful and
relevant outcomes for students in their lives.
The Practical-Theory Dynamic
Bowes and Bruce (2011) referred to New Zealand’s high school move to
prioritize theory work over practical work in PE. Indeed in the example of KHS, we have
seen how students have reacted to the shift. The students at KHS had a resoundingly
negative attitude toward the theory-based PE lessons in the classroom. Based on attitude
theory explored previously, the implications of this are very important. Because the
students have a poor outlook toward classroom and theory-based physical education, they
are much more likely to have negative associations toward the content, therefore, making
it less meaningful or interesting for them. Therefore, even if the content is seen as
beneficial for the students and their health or general knowledge about the subject, the
context in which it is delivered is affecting the attitude of students toward it.
Indeed, to a lesser degree, it was seen at EHS that students opposed theory and
wanted to be physically active the whole time instead of what Daniel (EHS) said “but
sometimes we don’t do anything we do just talk.” While the content taught at EHS was
much different to that at KHS, the problems associated with theory instruction began to
emerge in the Fitness and Conditioning class where cognitive concepts were taught. No
responses or issues were identified from focus group interview students from more
traditional sport based PE classes at EHS.
There was a retrospective nature amongst students at KHS toward theory based
PE, who acknowledged that the theory is important because it is what they are assessed as
well as it was used fro their practical understandings. Despite the great student dislike for
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theory-based PE, students still see the importance of such content, mostly because they
are assessed on this content. A greater integration of theory into practical contexts may
induce more positive responses from students. This particular instructional modification
may help as both EHS and KHS students referred to their practical time in physical
education as the most positive part of the class.
Limitations
The first limitation of the study was the small sample size from both schools for
the survey data. Participation was purely optional and no tangible incentives were offered
to the students. The number of completed surveys obtained from each school was lower
than expected. The requirement of obtaining informed consent from parents was also a
complicating factor in obtaining survey responses. Some students showed interest in
being a participant, however forgot or neglected to have their parent or guardian sign
their consent form. Indeed the participants of this study are those who chose to be
involved and were motivated enough to get their parent or guardian to sign the consent
form.
The research design for this study involved a convenience sample. Both high
schools were not randomly assigned, and were chosen based on geographical expediency.
Due to this flaw, data from this study cannot be representative of all New Zealand high
school PE programs or of US mid-south high school PE programs. Dyson (2006) talked
about revealing the true voices of students in interviews and focus group interviews. In
order to achieve this, the researcher who was also the interviewer often needs to establish
rapport and trust with the interviewees. The design of the study and the limitation of time
meant that only a week could be spent in each school. Often it was the case that when the
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focus group interview occurred, it was the first time that the students and interviewer had
talked directly. This issue of rapport and trust was most relevant in EHS, where the
interviewer was a foreigner from New Zealand. Students sometimes did not understand
what the interviewer was saying because of his accent and the depth of answers was
substantially less than the interviews at KHS. While the interviewer (also the primary
investigator) tried to remain objective at all times, the bias associated with this interview
has been discussed previously in the Methods chapter. Crotty (1998) also suggests that
not knowing the interview participants may be beneficial in generating rich data from
participants.
The selection of the survey instrument (Subramanium & Silverman, 2000) was
based upon Silverman and Subramanium’s (1999) need to use a validated and reliable
instrument when measuring student attitudes toward physical education. As this
instrument was designed and validated for middle school students, the validity of its use
in high school contexts may be called into question. Also the added questions directed at
student attitude toward assessment in PE have not been validated or found to be reliable.
Each of the school’s structure for taking PE was different. At EHS, physical
education is a compulsory subject that is taken for only one semester in a student’s final
three years of high school. At KHS however, physical education is an optional subject,
where students can choose to take or drop physical education at any stage after grade 9.
There is a large demographic of students who do not choose to do physical education at
KHS who had no option of being included in the study. The students at EHS on the other
hand are more representative of the wider grade 10, 11, and 12 populations at that high
school. These students must take the class at one stage, and this was reflected in the
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results of the interview data- more of the students interviewed at EHS were nonparticipants in sport and indeed physical education than at KHS.
The transferability of the data from EHS must certainly be called into question.
The curriculum and teaching practices do not fall into line with the sub standard state of
physical education seen in similar schools by Dyson et al. (2011). United States high
school PE programs are described by Locke and Siedentop (1997) as lacking in quality
and viability. This long lasting view of marginalization in and toward PE is especially
still in effect in the state of Tennessee (Dyson et al., 2011). Issues such as “such as substandard facilities, lack of resources, favoritism of athletic programs, and overcrowding”
(p. 375) all contribute to the bleak picture for PE in the mid-south. At EHS the lead
physical educator was a level five teacher pursuing national board certification. Level"5"is"
the"highest"rated"category"for"teachers"in"the"state"of"TN."The Fitness and
Conditioning classes had their own space and the physical education program receives
substantial funding on a yearly basis. As a result the findings from this school cannot be
transferred to other schools in the mid-south area.
Conclusions and Recommendations
In making conclusions, the research questions must first be revisited:
1. What are the differences between a United States and New Zealand high schools’
students’ attitudes toward PE?
2. What do the voices of these particular students have to say about their own
experiences in PE?
The comparison of student perspectives between EHS and KHS was important for
a number of reasons. While each school had very different curriculum focuses, some
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parts of EHS PE program fall into line with poor quality physical education that Dyson et
al. (2011) has found to be taught in other high schools in the surrounding areas. The focus
group interview responses showed that Fitness and Conditioning class students have
generally favorable opinions about the curriculum and can explain the associated health
benefits that come with participation. However, the lack of rigorous assessment of taught
content is a cause for concern. Students at KHS showed that despite showing opposition
to theory based classes and assessment; they still saw it as important because their grade
was important for graduation. There is the opportunity to assess learning rather than
dressing out at EHS. The findings of this study suggest that if learning concepts are
attached to a grade, they are more likely to think that it is important and engage with
these concepts more thoroughly.
Greater support for students in theory classes should also be strived for by
teachers and school administrators. The 11th and 12th grade student focus group
interviews at KHS all reflected critically on their experiences in the two years in PE
proceeding NCEA assessment. While they said that it was fun because they only played
games, it often left them ill prepared for the theoretical content that they are assessed for
in NCEA. It also left many students with a misconception that NCEA PE was also purely
practical. As a result, the integration of some theory-based concepts into middle school
education classes may help change these understandings of what physical education is
and indeed assist students in being set up to succeed in the years that they are formally
assessed for NCEA.
One 11th grade student at KHS called for the elimination of theory altogether,
while many other simply called for a greater balance between theory and practical

51"

classes. For the whole theory element to be erased from the school’s physical education
program would be to change the curriculum being implemented altogether. The student
suggestion that a better balance be achieved seems like a more reasonable expectation for
teachers to control. Indeed one of the biggest outcomes of this study for the teachers of
KHS may be that they must always remain cognizant of the potential negative impact that
a theory-saturated curriculum has on student attitudes toward physical education as a
whole. As the curriculum at EHS also develops and more cognitive based teaching is
introduced (such as in the Fitness and Conditioning classes), student interview responses
from EHS suggest the teachers may experience similar problems. Teachers with this
understanding should then look for ways to avoid long stretches in the classroom and find
innovative ways to incorporate more content into the gymnasium or onto the sport fields.
The comparison of two schools that sit in opposite hemispheres offers a different
way of examining student attitudes to PE. Both PE programs are flawed in the eyes and
voices of the students, and the literature supports these student statements. However at
each school the curriculum is so different that the problems associated with each program
are specific to that particular program. The findings also showed that there are many
positives to their attitude toward PE. Students at both schools generally saw their teachers
generally as people who knew their profession and cared about the class. The need for
students to perceive their teachers as competent, inclusive and caring about the individual
student is important to consider. Additionally physical educators should be aware of
students’ view of physical activity as the key focus of physical education.
Further research into student attitudes concerning PE, in particular toward
assessment, is suggested. The implications of these attitudes are far reaching in terms of
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curriculum selection, teacher efficacy, and student learning outcomes. The importance of
the student voice cannot be understated. The student is the most central part of the puzzle
in physical educators pursuit of turning their students into life long learners.
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""""""

Joshua C. Campbell.
Graduate

Student
Physical
Education Teacher Education
213 Elma Neal
Roane Fieldhouse
Memphis, TN
38152-3480
Phone: (901)
438 1799
E-Mail:
jccmpbl1@memphis.edu
Dear Parent/Caregiver:
As a part of the Central High School Physical Education program, your child has been
invited to participate in a meaningful research study sponsored by the University of
Memphis. The primary purpose for this study is to better understand how students’
attitudes toward Physical Education varies between Memphis and New Zealand. This
research will be important in identifying strengths and weaknesses in your child’s
Physical Education program. We seek your support in this project that will serve as a
valuable source of information.

Your child will be asked to complete a brief survey The survey will take about 5-7
minutes to find out his/her feelings and perceptions about their experiences in Physical
Education across their lifetime. Allowing your child to complete the survey is optional
and all responses will be kept confidential and reported anonymously. All efforts, within
the limits allowed by law, will be made to keep the personal information in your research
record private. We believe that there are no foreseeable risks or problems associated with
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this research.. If you do not want your child to be a part of this research, please circle the
appropriate choice below. Also, your child may be asked to be a part of a student focus
group interview. Again, your child’s participation in this focus group is your choice, but
is important to help the investigators of the study develop a better understanding of
student perceptions of Physical Education. Focus group participation is voluntary, and
responses will be kept confidential, within the limits allowed by law. The University of
Memphis does not have a fund set aside for compensation in the case of study related
injury.

Thank you in advance for your willingness to consider assisting with this project. Please
do not hesitate to contact myself or your child’s Physical Education teacher should you
have any questions. Also, if you have any questions regarding the research subjects’
rights, you can contact Ms. Jacqueline "JR" Reid, Administrator of the Institutional
Review Board for the Protection of Human Subjects at the University of Memphis (901678-2533).
Sincerely,
Joshua C. Campbell.

I have read this informed consent document and the material contained in it has been
explained to me verbally. I understand each part of the document, all my questions have
been answered, and I freely (please circle one) DO / DO NOT choose to allow my child
to participate in this study.
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My child’s name (print) _______________________________________ Date
_______________________________
My name (print) _______________________________________ Signature
____________________________________
Consent obtained by:
__________
__________________________________________________________________
______________________
Date
Signature
Printed
Name and Title
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Survey Instrument
Students’ Attitudes Toward Physical Education

The purpose of this survey is to understand your feelings and beliefs toward physical
education. Please read the items and rate how you feel about each statement.

DIRECTIONS:

1.

Please read each statement carefully before answering.

2.

This is not a test. There are no “right” or “wrong” answers to any of the
statements. Just answer as honestly as you can.

3.

Circle one number for each statement that best describes your feelings and beliefs
toward physical education in your school. You should answer according to the
numbers listed below.
5 = Strongly agree
4 = Agree
3 = Uncertain
2 = Disagree
1 = Strongly disagree

4.

Please answer all statements.

________________________________________________________________________
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5 = Strongly agree

1.

1 = Strongly disagree

The games I learn in physical education make my

5 4 3 2 1

physical education class interesting for me.
2.

The games I learn in my physical education class

5 4 3 2 1

make learning unpleasant for me.
3.

The games I learn in my physical education class

5 4 3 2 1

get me excited about physical education.
4.

My physical education teacher makes my physical

5 4 3 2 1

education class seem unimportant to me.
5.

I feel the games I learn in physical education

5 4 3 2 1

make my physical education class boring for me.
6.

I feel the games I learn in my physical education

5 4 3 2 1

class are useless to me.
7.

The games I learn in my physical education class

5 4 3 2 1

seem important to me.
8.

My physical education teacher makes my physical

5 4 3 2 1

education class seem important to me.
9.

My physical education teacher makes my physical

5 4 3 2 1

education class interesting for me.
10.

The games I learn in my physical education class
are useful to me.
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5 4 3 2 1

11.

I feel my physical education teacher makes learning

5 4 3 2 1

in my physical education class fun for me.
12.

I feel my physical education teacher makes my

5 4 3 2 1

physical education class boring for me.
13.

I feel the games I learn in my physical education

5 4 3 2 1

class are valuable to me.
14.

The games I learn in my physical education class

5 4 3 2 1

seem unimportant to me.
15.

My physical education teacher makes learning in

5 4 3 2 1

my physical education class unpleasant for me.
16.

My physical education teacher makes my

5 4 3 2 1

physical education class useful for me.
17.

I feel my physical education teacher makes learning

5 4 3 2 1

in my physical education class valuable for me.
18.

I feel my physical education teacher makes learning

5 4 3 2 1

in my physical education class useless for me.
19.

My physical education teacher gets me excited

5 4 3 2 1

about physical education.
20.

I feel the games I learn in my physical education

5 4 3 2 1

class make learning fun for me.
21.*

Physical education is an academic subject.

5 4 3 2 1

22. *

I don’t care about what grade I get in physical education

5 4 3 2 1

23. *

My teacher assesses me fairly in physical education

5 4 3 2 1

72"

24.*

Physical education is only learning about sports

5 4 3 2 1

25. *

Being assessed in PE makes me work harder.

5 4 3 2 1

26. *

I care about PE because I am assessed in class

5 4 3 2 1

*Denotes items added by the researcher not from Subramanium & Silverman (2000)
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Semi Structured Interview Guide

Differences in Student Perceptions of High School Physical Education: From Memphis,
Tennessee to Lower Hutt, New Zealand- Semi Structured Focus Group Interview Guide

Research Question 2: What to the voices of these particular students have to say about
their own experiences of Physical Education?

Sub-question 1: What are the students’ backgrounds, especially in Physical
Education?

Lead Question 1A: Please tell me a little about yourself.

Potential Probes:
A. What is your name?
B. How old are you or what year/grade are you currently in?
C. How would you describe your ethnicity?
D. How would you describe your current physical activity
levels?

Lead Question 1B: Please tell me about your involvement in Physical
Education thus far in your life
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Potential Probes:
A. When did you begin Physical Education classes?
B. How often do you currently have to attend Physical
Education class per week?
C. Did you have a choice to be involved or not involved in
Physical Education?
D. Do you enjoy Physical Education? How come?
E. How does being involved in Physical Education make you
feel?

Sub Question 2: What are student perspectives on what the purpose of
Physical Education is?

Lead Question 2A: Tell me why you think Physical Education is or isn’t
and important subject to take in high school.

Potential Probes:
A. What is your definition of physical education?
B. Describe something you have learned in Physical
Education that you have applied to your own life outside
the classroom.
C. Compared to subjects like Mathematics, English and
Science, how important is Physical Education to you?
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Sub Question 3: What are students’ perceptions of benefits and
disadvantages as a result of being involved in physical education?

Lead Question 3A: Tell me about what you think the benefits of taking
physical education as a subject are.

Potential Probes:
A. Do you think Physical Education is fun?
B. How have you used Physical Education to improve your life?
C. Can you give me an example of a time you have used something you have learned
in Physical Education outside of the classroom?

Lead Question 3B: How does physical education affect you negatively?
Please describe why this is so.

Potential Probes:
A. What factors affect your willingness to participate in class?
B. What negative feelings do you get as a result of being
involved or not involved in class?

Lead Question 3C: Describe your best moment in Physical Education.
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Potential Probes:
A. How come this was a memorable moment?

Lead Question 3D: Describe your worst moment in Physical Education.

Potential Probes:
A. How come this was a memorable moment?

Sub-question 4: What are student attitudes toward the main components of
Physical Education?

Lead Question 4A: Tell me about your experience with physical education
teachers.

Potential Probes:
A. Describe the best Physical Education teacher you had. Why
were they the best?
B. Describe the worst Physical Education teacher you had.
Why were they the worst?
C. How knowledgeable do you think your teacher is about the
subject?
D. How would you describe your teachers’ physical abilities
(skills, fitness)?
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E. Do you think your teacher takes an interest in you as an
individual? How come?
F. Is your teacher fair to all students in the class?

Lead Question 4B: Tell me about what you learn in Physical Education
classes.

Potential Probes:
A. What sort of skills have you learned?
B. What concepts or ideas have you learned about?
C. Have you learned any health-based concepts in Physical
Education?
D. Have you discussed ways to avoid obesity in Physical
Education?
E. Do you think that what you learn is worthwhile?

Lead Question 4C: Tell me about how your Physical Education classes
are structured.

Potential Probes:
A. How long do classes usually run for?
B. What sort of ratio of practical to in class do you have? Has
this changed over time?
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C. What are the class rules for being dressed for class? What
are the consequences of not being correctly dressed?

Lead Question 4D: Tell me about how you are assessed in Physical
Education.

Potential Probes:
A. Do you care about what grade you get? How come?
B. Do you think the way you are marked/graded is fair? How
come?
C. Do you think your grades accurately reflect how well you
do in Physical Education?

Sub-question 5: How do students believe Physical Education can be
improved?

Lead Question 5A: If you were to make Physical Education as a subject
better, what would you do?

Sub-question 6: Are there any other components that make up students’
perceptions of Physical Education?
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Lead Question 6A: We are nearing the end of the interview. Is there
anything else you would like to add about your thoughts on Physical
Education that we have not covered already?

END OF FOCUS GROUP INTERVIEW.
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Descriptive Statistics Table (all survey questions)
4
Descriptive and ANOVA results from Student Attitude Toward Physical Education
Instrument
Question
1. The games I learn in PE make
PE class interesting for me
2. The games I learn in my PE class
make learning unpleasant for me
(reverse coded)
3. The games I learn in my PE
class get me excited about physical
education
4. My PE teacher makes my PE
class seem unimportant to me
(reverse coded)
5. I feel the games I learn in PE
make my PE class boring for me
(reverse coded)
6. I feel the games I learn in my PE
class are useless to me (reverse
coded)
7. The games I learn in my PE
class seem important to me

8. My PE teacher makes my PE
class seem important to me

9. My PE teacher makes my PE
class interesting for me

School
Kiwi
Eagle
Kiwi
Eagle
Kiwi
Eagle
Kiwi
Eagle
Kiwi
Eagle
Kiwi
Eagle
Kiwi
Eagle
Kiwi
Eagle
Kiwi
Eagle

M (SD)
3.98
(.777)
4.05
(.893)
4.22
(.715)
3.93
(1.087)
3.90
(.823)
4.04
(3.631)
4.29
(.913)
4.17
(1.076)
4.20
(.979)
3.83
(1.341)
4.20
(.912)
4.03
(1.107)
3.69
(.918)
3.96
(1.051)
3.59
(1.098)
4.09
(1.073)
3.76
(.990)
3.95
(.992)
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N

F

df

Sig.

0.22

124

0.64

2.728

124

0.101

0.072

124

0.789

0.38

124

0.539

2.853

124

0.094

0.878

124

0.351

2.113

124

0.149

6.36

124

.013*

1.093

122

0.298

49
76
49
76
49
76
49
76
49
76
49
76
49
76
49
76
49
74

Table 4 (Continued)
Descriptive and ANOVA results from Student Attitude Toward Physical Education
Instrument
Question
10. The games I learn in my PE
class are useful to me
11. I feel my PE teacher makes
learning in my PE class fun for
me
12. I feel my PE teacher makes
PE class boring for me (reverse
coded)
13. I feel the games I learn in my
PE class are valuable to me.
14. The games I learn in my PE
class seem unimportant to me
(reverse coded)
15. My PE teacher makes
learning in my PE class
unpleasant for me (reverse coded)
17. I feel my PE teacher makes
learning in my PE class valuable
for me.
18. I feel my PE teacher makes
learning in my PE class useless
for me (reverse coded)

School

M (SD)
3.73
(1.095)
4.12
(.986
3.55
(1.226)
3.57
(1.093)
3.90
(1.212)
3.96
(1.084)
3.63
(.972)
3.92
(.933)
4.06
(.966)
4.00
(1.103)
3.90
(1.005)
3.80
(1.151)
3.73
(.995)
3.95
(.899)
4.06
(1.008)
4.11
(1.008)

Kiwi
Eagle
Kiwi
Eagle
Kiwi
Eagle
Kiwi
Eagle
Kiwi
Eagle
Kiwi
Eagle
Kiwi
Eagle
Kiwi
Eagle
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N

F

df

Sig.

4.146

123

.044*

0.011

123

0.916

0.088

123

0.767

2.684

123

0.104

0.101

123

0.752

0.056

123

0.814

1.514

123

0.221

0.06

123

0.807

49
75
49
75
49
75
49
74
49
75
49
75
49
75
49
75

Table 4 (Continued)
Descriptive and ANOVA results from Student Attitude Toward Physical Education
Instrument
Question
19. My PE teacher gets me
excited about PE.
20. I feel the games I learn in my
PE class make learning fun for
me.

School

3.33
(1.125)
3.61
(1.084)
3.76
(.969
3.52
(1.031)
3.71
(1.021)
3.18
(1.383)
4.14
(1.155)
4.42
(.997)
4.22
(1.006)
3.93
(1.044)
3.88
(.949)
4.24
(.978)
3.63
(1.185)
3.71
(1.037)
3.71
(1.208)
3.57
(1.187)

Kiwi
Eagle
Kiwi
Eagle
Kiwi

21. PE is an academic subject.
Eagle
22. I don’t care about what grade
I get in PE (reverse coded)

23. My teacher assesses me
fairly in PE.

24. PE is about learning more
than sports.

25. Being assessed in PE makes
me work harder.

26. I care about PE because I am
assessed in class.

M (SD)

Kiwi
Eagle
Kiwi
Eagle
Kiwi
Eagle
Kiwi
Eagle
Kiwi
Eagle
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N

F

df

Sig.

1.912

124

0.169

1.615

123

0.206

5.323

124

.023*

2.047

124

0.155

2.372

123

0.126

4.113

124

.045*

0.135

123

0.714

0.412

123

0.522

49
76
49
75
49
76
49
76
49
75
49
76
49
75
49
75

